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+his paper deals with the potential contribution of teacher style to
classroom management. Tt is suggested that studies be designed to (1)
compare and Aescrite preschool and primarv programs, (2) develop a
standard system of notation for recording behavior in classrooms, (3)
determine the effect of the classroom setting on teacher behavior,
and (4) provide in-service education for preschool teachers to teach
them practical nrocednres for getting svstematic feedbhack about their

nwn hehavior.

Further studies are needed to examine both teacher and

pupil style, as well as the Adevelopment of sex role and motivation in
young children. The effect of the teacher's style on children's
coanitive and social development deserves farther attention.
Responses to this paver are made by Tra Gordon, Martin Haberman, and
Helen Richards. A hihliogravnhy on the teacher and classroon
manadement is included. (Document ED 034 088 has the full text of the
proceedinas of all six Head Start seminars in this series.) (DR)
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THE TEACHER, TEACHER STYLE} AND CLASSROOM MANAGEMENT

by Dr. Martha Rashid
George Washington University

THE PROBLEM

Newspaper headlines proclaim that student achievement scores
are above or below national norms. The success of one program
or another, h.wever success is defined, leads to the instant
creation of a new hero; the educator who has "something going".
The failure of a program, however failure is defined, results in
the instant ouster of former heroes. So the controversy rages
over the process and output of education.

The forms it takes are protean. The basic issues are fewer.
They are often expressed in questions such as these: Is income
level the cause or conscquent of poor education? What is the
contribution of schools to the education of children? How much
of the variability in children's performance is accounted for by
inputs from the school program? Which input from the school
program has the most positive or negative effect upon children's
achievement?

A
\

A course for school teachers? No! These are some questions

representative of those appearing in recent newspaper editorials.

They are also somewhat representative of those in the profes-
sional literature on what some call "compensatory" education.
Throughout many current discussgions about education there is a
questionning of the long held assumption that educational pro-
grams do contribute substantially to variability in performance,
that educational programs can contribute enough to account for a
substantial portion of variability in performance, and that

teachers are the agents who most significantly affect the

performanca of children in the school setting.
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When what used to be known as pedagogical issues are
emblazoned in newspaper headlines, the boldness of the printer's
type may lure the reader into assuming an unwarranted simplicity.
"Does income level cause success in school?" is cast in decep-~

tively simple cause-effect phraseology which makes the issues it
signifies nonetheless important. Tiiese happen to be only some of
the issues in the current politics of "compensatory" education

or "intervention" programs. They are of great interest to the
public as well as to members of the professions related to the
welfare and education of children. It seems obvious to many that
professionals must intensify their efforts to seek better under-
standing of the many facets of the problem in respect to theory,
research and practice. But avoiding simplistic statements of the
issues is not enough. Seeking to dimensionalize the major vari-
ables is not enough. More effective programs must be developed!
What cues can be taken from available research data in order to
plan more effective programs?

The problem of the role of the teacher has been of interest
to the research community over quite a long period of time. To
say that the teacher's role is being currently reappraised is to
vastly understate what has become almost a national preoccupation
with educational issues. This paper is limited to exanining the
potential contribution of teacher style to classroom management.
The first part of the paper presents some general considerations
in respect to classroom management per se. The second part
speculates a bit about teacher style or the teacher in the role
of manager of classroom situations. Several suggestions are
made for future research efforts directed toward improving edu-

cational programs for young children. The intent has been +o
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select several areas of promise for future work rather than to

-

provide an exhaustive review of the literature. When the terms
"early childhood" or "young children" are used they refer to

children of the age range typically included in nursery schools
and in the primary grades (kindergarten through third grade) of

the elementary school,
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THE TEACHER AND CLASSROOM MANAGEMENT

"The Teacher and Classroom Management" is prosaic enough.
It leads easily to images of a teacher "managing" a reading
period with the ubiquitous three groups of children programmed
into various patterns of reading circle, seatwork and indepen-
dent activity. It leads to images of the teacher monitoring
lines of children waiting...waiting at the water fountain,
waiting'to go to the bathroom or waiting to go out in orderly
fashion to the playground. Jackson's book Life in Classrooms (47)

gives an excellent description of the importance of waiting and
the almost infinite variety of the kinds of waiting which
teachers manage and children undergo. "The Teacher and Classroom
Management" conjures images of a teacher managing an instruc-
tional situation by carefully observing children as they
manipulate counting blocks, for example, before they go on, to
learn the formal symbolic notation for sets. As it is used here,
the teacher and classroom management refers to the tecachci's
arrangement of time, space, materials, pupils and. herself into
various constellations of a learning environment. This descrip-
tion is borrowed from Paul Gump and is, of course, broad enough
to permit discussion of almost anything that has to do with life
in c¢lassrooms. If one accepts the notion that resgarchers

ought to concern themselves with natural settings aé well as
with laboratory settings, then an important corollary is accep-
tance of the tough job of identifying and abstracting from the
natural setting the relationships among variables which are
powerful enough to extend our understanding of the intricate
social systems which teachers set up and manage as part of their
daily work. The daily work of any teacher is the juggling of
time, space, materials, children and herself into patterns which
go beyond the situation of the moment to eventuate in the attain-

ment of prescribed and emerging goals.




Some images of classroom life are prosaic because we may,

for example, recognize them as rituals engaged in by teachers

as they organize and direct the activities of children in the

primary grades. Somehow, for me at least, the teacher's role as
| a manager of the classroom is more intrusive at the primary
grade lev=1l than at the preschool level. It seems to me, too,
that there is a sharp break between the professional literature
describing practices in preschool programs and that describing

practices in the primary grades. The dimension where the differ-
ence is the most dramatic is that of dependence upon elaborate
social systems set up for maintenance of orderly group activ-
ities. The research literature concerned with teacher behavior

at the preschool level also varies in emphasis from the research

literature concerned with teacher behavior in the primary grades.

Here the gap between the two levels is not so great as it
seems to be in the discussions of practices. The bulk of the
research at the preschool level, at least that which was
reported prior to 1960, was concerned with the teacher's influ-
ence upon the dependent or independent behavior of children and
upon other behaviors in the general domain of personal and
social development. (Sears and Dowley, 74) Much of the

research on teacher behavior at the elementary school level

seemed to be predominately aimed at teacher competence or
teacher effectiveness. A useful review of this genre of
research can be found in the 1964 review edited by Biddle and
C::>Ellena (10) . Part of the body of literature dealing with teacher
C;fbeffectlveness has taken the approach of describing the creation
of social systems within learning environments which systemati-
; . w cally affect the individual, small group and total group
' c"\Ibehav:mr of children. Anderson, Bales, Flanders, Medley and
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Mitzel, Gump and others have taken this approach. Most of the
other researcn on teacher effectiveness, however, has been
fragmented and lacking in theoretical underpinnings of any

kind. The simple paradigms used in much of the research on
teacher effectiveness have schematized measurement and/or pre-
diction according to a variety of narrowly defined criterion
variables (30). This brief look at the difference between
research on teacher behavior at the preschool and ‘the primary
school levels is not meant to disparage the importance of
teacher effectiveness, It is meant primarily to highlight
important differences in research emphases and in description

of recommended programs. Almost any textbook on early childhood
describes this as an epoch of development where, in theoretical
terms at least, more similarity than dissimilarity in educa-
tional programs might be supposed to exist. Many institutions
of higher education prepare teachers espccially for work with
young children. In some states a special teaching certificate
is issued for this level. Historically, however, the goals of
preschool education have differed from those of education in the
primary grades. Even programs such as Follow Through seem to
focus on continuing to provide the special services of Head Start

as an addition to the regular primary programn.

Do such differences in program actually hold over large
numbers of preschool and primary ¢grade programs? Or are they
fleeting impressions which arise from the mythology of our pro-
fession? Do preschool teachers today perceive their role
differently than do teachers of the primary grades? What are the
major areas of difference in role perception? One direction for
research on the teacher and classroom management that I see is

description and analysis of a wide variecety of "natural settings"




or classrooms at these two levels to see yhere they are similar
and where they differ., Ancother is to study differences in
perception of role on the part of preschool teachers and
primary grade teachers. With the advent of Head Start and with
the advent of Titles I and III of E.S.E.A. it may well be that
events are underway which have significantly changed both
preschool and primary grade programs. It may also be that a
sharp difference between programs at these levels still exists.
Perhaps special recent "intervention" efforts have not had a
substantial impact upon either the middle class preschool proto-
type or the traditional primary grade classroom. At this
point, we don't know. We need to find ways to describe what
actually exists.

Part of the difficulty researchers have faced in their
quest for workable measures to appraise the impact of the
teacher's management of the classroom upon children has been ,
the confounding factor of a priori judgements of the nature of

effectiveness. Such judgements do net free the observer to see
and to record what is actually going on. Most professionals
who are deeply committed to the welfare of children observe
within the limits of their educational predilections. For
example...It is good to plan activities which enhance the self
concept. It is bad to reprimand a child in front of other
children. It is good to ask questions which encourage the
child to think his own way through the cognitive mazeway of a
difficult problem. It is bad to require young children to sit
and listen to a story if they prefer to play with blocks. Each
of us has a filing system of the "goods" and the "bads" which
predisposes us to judge rather than to see. The "goods" and
the "bads" which we retrieve from our filing system at any
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given point of time may be excellent from the viewpoint either
of theory, of research, or of practice. But they also can be
powerful deterrents to objective description of what actually
is happening in the situation being okserved. Instead of
cbserving in order to appraise, we need first to find ways to
observe in crder to describe. When description comes before
appraisal, and is a procedure distinct from appraisal, it per-
mits a common and relatively more objective basis from which
appraisal, or any other research objective, may proceed. Some
very early attempts along this line were made in 1928 by Puckett.
As reported by Medley and Mitzel (60), he devised a series of
symbols to represent various teacher and pupil behaviors.
Several illustrations of his symbols are given below.

. Pupil raised hand.

©O) Pupil raised hand and was called upon by
teacher.

[(] Pupil called on when he did not have hand
raised.

qj Pupil called on when he did not have hand
raised; made a single word response.

Apparently Puckett worked out other symbols;\those given
here are illustrative only. A system where each symbol repre-
sents a particular behavior would be quite easy to use in
recording behavior once one learned the notation. Such a system
is particularly elegant because modifications of each basic
symbol form can differentiate either the situation in which the
behavior occurred or the nature of the behaviocr. At this point
one might very well state that while few would object to the
need for objective descriptions of classroom life many would

question the feasibility of the development of a notational

system for recording the myriad actions and transactions which

normally occur in any time-slice of classroom behavior. Such




obiection has merit. Undoubtedly it is flinpossible to get an

absolute isomorphism between any notational system and any

given "live" classroom situation. But it is very likely that

an adequate sampling of behaviors can be selected for inclusion
in a notational system such as that being suggested here. It
should be possible to develop a system representing the basic

elements of teacher behavior, children's behavior, time, space,

and materials as they are manifested in various patterns or
combinations of interaction. Many observation checklists have
been used. Pooling these items and selecting those considered

the most basic behaviors, or classes of behavior, woculd be an

important first step. At first thought the job seems horren-

dous. But there are some data at hand which are the result of
sporadic research efforts throughout the past fifty years or
so. What is needed now is a workable and objective way to
reccrd what actually goes on in classrooms. Once these data
were available, researchers could use them for whatever
specific research goals they had .in mind. Dancers use the
system of Labanotation to record the elements of a dance in
sequence so the dance can be replicated and also, as I under-
stand, so that it may be copyrighted. We may not wish to
record all teaching-learning sequences for copyright purposes
but it would advance research greatly if some professional
group could be funded to develop a standard system of notation
which would be available for use by the entire research

community.

A recurring theme throughout the literature on teachers
as managers of the institutional settings for learning which
our society provides is the theme of the adaptability or

flexibility of teacher behavior. Flexibility seems to be used
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to indicate the ease and skill with which the teacher can shift
managerial gears from one activity or situation to another. It
also refers to the actual change in the teacher's behavior as
the context for behavior changes in the rather fluid patterns
of interaction which ordinarily exist within the limits of the

prescribed rules and routines of classroom life. At times it

S, s Vel wud

is used also to indicate the teacher's capability for dealing

with the unexpected, the unusual events which somehow erupt

through the surfacs of daily classroom life to demand an inme-

{ diate response. Flexibility may also be used to refer to other
aspects of teacher behavior not identified here. It is difZi-
cult often to determine which meaning of flexibility, or aspect

of it, is intended. Much of the literature on this particular

E dimension of teacher behavior contains more discursive

E discussion of teaching methods which purportedly contribute to

‘ flexibility than reports of research projects designed to
examine systematically the nature of flexibility and its \

contribution to general patterns of teacher behavior.

Going from the abstract to real classroom situations, one
may ask: How does a given teacher behave when she is guiding an
activity where several young children are playing a card sorting
game where the objective, at least that of the teacher, is the

children's discovery of the principles involved in "winning".

Let's say that if one guesses or selects "blue, blue, red"--

"blue, blue, red" wins. If one is able to state the principle
"blue, blue, red always wins" one is rewarded by the teacher's

approval.

In this situation both the £eacher's verbal and nonverbal

behavior may be important. Considering only verbal behavior, at

this point, is the teacher directive (restrictive of pupil
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| response) or is she relatively indirect permitting, indeed
encouraging, the children to respond freely in order to dis-
cover and to state the prianciple of the game? Flanders and
his associates have studied the impact of the teacher's verbal
behavior upon the student's behavior by extensive use of
interaction analysis. Flanders' achievement to date in
refining this method of studying verbal behavior and in using
it to train teachers to evaluate their own behavior is
compelling. In analyzing the data on any given teacher's
behavior, Flanders (25) has defined the flexibility of a
teacher's verbal behavior by using the ratio of indirect to
direct influche in any one activity and comparing it with the
correspondinghratio in other activities. This definition of

flexibility is related, and correctly so, to the conceptual

framework which Flanders and his associates used to derive
interaction analysis as a procedure for describing and cate-
gorizing only the verbal behavior of teachers. However, one

may define flexibility as a construct, the problem immediately
arises of the relationship of flexible behavior to context. Tb
what degree is behavior, flexible or not, dependent upon
requirements of the situation, the context, the setting?

Gump, among others, points out that activity settings are
coercive of interactional patterns. Research carried out on
camp settings as well as on the classroom indicated that the

context, to use Gump's phrase, "shapes the behavior of adult
managers."

Going to the primary level classroom again for illustra-

tive purposes, one certainly expects teachers to behave

differently when they give a spelling test, for example, from
when they are informally moving about the room chatting with
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youngsters who are engaged in "free time" or "independent" or
"learning center" activities. The labels for such activities
vary but they usually refer to a period of time when children
may select from a variety of activities the one in which they
wish to engage themselves. At one extreme of this continuum
of activity settings is the test situation where all children
are required to do the same thing at the same time; where the
emphasié is on order, attentiveness and being quiet; where the

goal clearly requires an accurate response to specific stimuli;
and where diversions from the task at hand are not readily
tolerated.

Some interesting questions arise here. Does the teacher
feel impelled to keep order, to maintain quiet, and to be on
guard against frivolous interruptions because of her perception

activity setting actually coerce both the teacher and the
students to respond in certain ways? With the same teachers and‘ ;
children is it possible that as much could be accomplished in
learning to spell words in settings which differ from that -
described above? This comes close to the classic chicken-egg
question. But the work of Barker, Gump, Hughes and others does
suggest that the activity setting itself imposes requirements
which elicit identifiably different patterns of behavior. To
go back to classroom illustrations. At the other end of the
continuum of settings, during "free time" the children are
expected to select what they wish to do; different children are
expected to be doing different things; conversation is per-

mitted; the teacher intrudes only to keep things going smoothly
and to make sure that reasonable care is taken of materials and

equipment. The ethic of this situation is not pencils poised
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in unison. It is that of excrcising opticns and pursulng
one's own interests. Many other classroom situations or
activity settings lie hetween the polarities just described.
The issue gces beyond that of determining the role of flexi-
bility in the teacher's management of the classroom to issues
concerned with curriculum because so often our goals are those
of mastery of content, and at the same time, development of
adequate social skills. We need therefore to determine some
priorities of action for examining the parit which teacher
flexibility plays in classroom management. 1In pursuing this
we might wish to take another, and perhaps a longer look, at
the activity settings teachers design for young children.
study of these related areas can make important contributions
to very practical matters of classroom organization and cur-
riculum. While an extensive discussion of curriculum is not
the objective at hand it is impossible to consider the
teacher as a manager of the classroom without tracing the
effects of teacher management upon curriculum. If the éctivity
setting itself does impose certain behavioral patterns upon
both the teacher and the children thern the practical curricu-
lum planner must not only consider the substantive material
and social skills she wishes to teach directly but also the
behavior which emerges from the activity as an indirect or
unplanned for result.
¢

If our objectives for children do include the careful
nurture of behavior such as that of using language playfdlly
as a conversational art or making wise choices or planning a
course of action with another child or examinihg goals to see
their relationship to our own behavior in the classroom...

then we must analyze curriculum for young children not only
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from the viewpoint of cognitive development, not only from the
viewpoint of direct development of social skills, but also
from the viewpoint of what kinds of children's behavior are
required by the activity settings we use. Some of these
requirements may fit in well with stated objectives; some
requirements may be undoing our explicit objectives. It

would be beneficial to analyze systematically and to compare
programé in order to describe the patterns of activity settings
used; the explicit or public objectives such settings were
designed to reach; the behaviors which result from the require-
| ments of the settings and which have not been planned for or

‘ perhaps even recognized by the teacher.

| The teacher's recognition that her behavior interacts

| with that of individual children and with groups to set off
delicate yet very strong spider-web patterns of social trans-
action is a vital part of her personal and professional self-
. renewal. Flanders (26) comments that as a group teachers are
virtually isolated from information about their own behavior.

% Almcst all teacher preparation programs include courses in

E psychology, educational psychology and sociology. Teachers in

the schools attend occasional mass meetings most of which scem

to be designed to inspire them to go forthwith and transform

- themselves into paragons. With the exception of a few

exploratory projects, teachers have not been provided with a

systematic means for feedback from the systems they create and

manage. The Stanford group and others have used micro-teaching;

i S R TR T

Flanders and his associates have used interaction analysis and
Kersch and others have used simulation techniques. While
sirmulation techniques are not as directly related to feedback
as micro-teaching and inter-action analysis, each of these
approaches and others warrant further study and more widespread

systematic usec.
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Teachers do pauvse for a moment after a hectic day to

reflect upon a mental ledger of that day's successes and
failures. Teachers do watch for the overt behavioral signs
children use when they are fatigued, bored, excited or
uncertain. Teachers do get evaluated formally by supervisors
and informally by parents. All of these result in fleetiny,
incidental cues which may serve a variety of useful purposes.

They cannot take the place of an organized set of procedures

for getting constant feedback, information which is processed

by the teacher and then acted upon in planning next steps.

%
1

The Educational Professions Development Act &#nd many other
programs testify to the concern throughout the teaching pro-

fession that we find better ways both to prepare teachers and

i to sustain professional growth after they are employed.

;\ Increasing the professional skill of huge numbers of teachers
E? is a task of awesome magnitude and complexity. Considering

| here only what should be done on the in-service level, we
ought to test the hypothesis that sustained and systematic use
of procedures designed to yield feedback will result in more
effective teacher performance which will in turn improve the

cognitive and social performance of youngsters.

| | An investment in setting up systematic feedback mechanisms

in the classroom may very well result in the elusive pay-off

all "intervention" programs have been designed to achieve.

These general comments about various aspects of classroom
management can be drawn together in the following suggestions:

a) Some comparative descriptive studies are needed
to determine areas of similarity and difference
between preschool and primary grade programs and
the role perceptions of teachers at these levels.

e ,.g_" ._." {W“ et il i i et e e e e e R e e et e T e s D (e R s e T T I BATY S St © YU RN T S e T |

PR AR PN o " .




16

Continuity from one level to another is not the
only issue here. Sharply different goals may
result in different activity settings which
impact upon children in various ways. Where
teachers of both levels plan together, desirable
changes in goals and activities may occur at
both levels. It is evident, however, that
objective data are needed about actual opera-
tional differences.

b) A standard system of notation for recording
behavior in classrooms would be useful to many
different research programs. Perhaps a profes-
sional organization might be lured into
developing such a systemn. |

c) Intricate relationships among a number of factors
seem to underlie the environments which teachers
create and the systems within the environments
which they manage. We need more information
about the degree to which the behavior of the
teacher as an adult manager is coerced by activity
settings. How does the construct of teacher
flexibility relate to the construct qf classroom
ecology? We may wish to examine not only the
behaviors which instructional goals are explicitly
meant to achieve but also the behaviors which
are not always planned for, those which arise from

the requirements of the activity settings teachers
provide.

d) The major part of in-service education for
teachers of young children should be designed to
teach them practical procedures for getting
systematic feedback about their own behavior.

The particular technique selected is not so
important as the general acceptance for its need.
Some portion of released time should be given to
the systematic self-appraisal of teacher behavior
in the classroom. It is suggested that training
ir using a self-appraisal technique, time in
which to use the techniques selected, and the
general expectation on the part of everyone con-
cerned that such appraisal will be carried out as
a regular part of the teacher's job will result in
the pay-off of improved pupil performance.
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TEACIER STYLE

Teacher style is used here to refer to the way in which the
teacher plays the role of classroom manager. There are identi-
fiable differences among teachers in the behaviors which
predominate as they perform in the classroom. The teacher as
an actor of a role is not a new concept. Teacher style does
not refer only to the skill of the performance but also to the
form of acting characteristic of any given teacher. Just as

e i ot puaey

there are differences among teachers in the behaviors they

gselect to shape their playing of the role so are there similari-
ties. Clusters of behaviors can be identified according to
various dimensions. There is enough similarity in these more
frequently occuring behaviors on the part of any one teacher to
permit identification with labels such as the punitive or the
accepting teacher, the direct or the indirect teacher, the
challengiﬁg or the dull teacher, and so on. The labels used
vary widely, as one would expect, and so do the dimensions of
behavior which have been of particular interest to any given
group of researchers. Teacher style is examined below in
respect to:

a) 1its differential impact on individual children

and small groups

b) 1its relationship to the culturally defined sex
role of the child

c) possible effects upon cognitive development

d) possible effects upon social development

The large majority of studies concerned with relating
teacher style to any type of student performance have used
group measures of performance. Before faulting this approach,

.
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one must recall the fact that teachers are not permitted to be
tutors in American public schools. They are given responsibility
for teaching groups rather than individual children. On the
other hand, within the total group situation many teachers do
work with individual children or with small groups of children
whose interests, skills or needs may be similar. In effect, as
many teachers manage the classroom they point their efforts at
times toward individuals or small groups. Most small groups,
however, are formed on the basis of achievement. It is
reasonable to assume on this basis alone, disregarding the
literature which uses learning theory as the rationale for
individualizing instruction, that research which focuses only
on mean achievement may obscure potentially significant changes
in the performance of individuals or small groups. Recent
research efforts which have examined the differential effects
of teacher style upon individuals include a study reported hy
Sears (73). Using fifth and sixth grade subjects to study the
effects of classroom conditions upon achievement motivation

and work output, Sears indicated that teacher behavior had
differing effects upon children of different mental abilities
and sex. The way in which the teacher rewarded the subjects
secmed to be related to achievement. Much of the research
literature on creativity also suggests that there may be a
relationship between teacher style and measures of creativity on
the part of individual children within the total group. The
data are not clear, however, as to how teacher styles do relate
to the performance of individuals or as to which combinations
of teacher and child seem most productive.

What has been suggested is not new or startling by any
means. Many have vigorously supported the idea that the day is

long past for comparing the mean performance of one group with
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che mean performance of another. Published research still
suffers, however, from the "measure of central tendency syn-
drone." Because it is difficult to find published research
designed to examine more complex interactions, it may be useful
toc examine a few of the assumptions underlying much of the
current work on young children. One assumption, it seems to me,
is that an important research goal is the analysis of what are
essentially "leveling" effects. Another assumption is that

groups of disadvantaged youngsters do have such similar learning
styles, life styles if you will, that they ali literally fit
neatly the stereotype of "the disadvantaged child" which we have
S0 conscientiohsly and laboriously constructed. Another assump-
tion is that the degree of match between teacher style and
individual children does not exist or is not important enough

to justify the use of more sophisticated research designs.

Still another assumption is that we can afford to seaxrch for

the elusive "best" method of instruction for all disadvantaged
children; that we can afford to continue to compare pairs of
methods until somehow the "real winner" mercifully emerges

from a somehow definitive statistical analysis. Minuchin's (64)
study of curiosity is a promising effort among recent studies
to examine individual and small group behavior systematically
and to develop instrumentation in an area where large group

tests are inappropriate.

| While it is not reasonable to expect all studies of 'teacher
style to focus upon change in individual children, it is

feasible to suggest that small samples might be studied to find
linkages between teacher style and the performance of individual

young children. It also seems feasible to attempt to link to
teacher style the work output of various subpopulations or
small groups. Cannot such subpopulations'be selected according
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to combinations of variables such as sex, curiosity, language
ability, creativity, motivation, etc.? Simple "either-or"
research paradigms are clearly inadequate if we perceive our
research goal to be an analysis of complex interactions between

teacher style and individual children or small groups.

The developmert of sex role as well as the power of sex as
a variable in differentiating both motivation and achievement
on the part of children has been widely discussed in the
psychological literature. There is relatively lit;le direct

evidence to bear, however, upon the question of the nature of
the relationship between teacher style and development of sex
role. Sex as a factor accounting for variability in motivation
and achievement has been studied somewhat more extensively.

In respect to teacher style and sex role, great emphasis has
been placed upon the availability of mcdels and the'potency of
such models. Relatively little emphasis has been given,
however, to differences in teacher style as a variable of
importance. Observation of natural settings does support the
well known literature on doll play, for example, in leading one
to question the appropriateness of materials and activities in
classrooms which seem to reinforce aspects of the feminine
rather than the masculine role. Information about the relation-
ship between curriculum and sex role is, however, still largely
speculative at this point. Sears' (73) work which was
mentioned earlier in the section on the fit between teacher
style and individual children suggested that high achievement
in boys seemed to be related to the teacher's modes of expres-
¢ing reinforcement of desirable, goal-directed behavior.
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Tn the Nebraska Svaposium on dMotivation, 1967, Katz (50)

reported on how Negro children actually administered reinforce-

1

ments of criticism and praise to themselves while they were
doing simple tasks under what they assumed were private
conditions. He found that low achieving boys were more likely
than relatively high achieving boys to express disapproval of
their own task performance even when the quality of performance
was the same for both groups. Whether such expressed
disapproval reflects systematic internalization of previous
failure or disappointment with oneself and exactly how such
mechanisms are set into operation is unclear. KXatz used a
questionnaire which elicited information about parental
reactions to effort, and success and failure from the Negro
boys and girls in his study. Reports of low parental interest,
low acceptance and high punitiveness were related on the part
of boys, but not girls, to low school achievement and expressed
self devaluation in the task setting mentioned earlier. Results
such as these point to the strengths of the parental role, and
as Bronfenbrenner suggested in an earlier paper in this Head
Start Research Seminar series, there is an urgent need for
involving parents in the total school enterprise. This leaves
unanswered, however, in any direct sense the interplay between
teacher style and the low achieving Negro boy's lack of
motivation to achieve. Rosenthal and Jacobsen (71) presented
interesting evidence about the apparent effects of teacher
expectation upon achievement. In what ways do teachers, in
inner-city schools act as agents to reinforce the child's
generalized disappointment with self? Would it not be useful
in developing programs for such youngsters to emphasize the
elements of teacher style which relate most directly to
rerouting an ego system which has been under constant assault?

What are the elements of teacher style which would serve in this
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rehabilitative cause? These questions signify the dilemma in
which teachers find themselves where causation for a propensity
toward failure seems to be clear. The instrumentalities for
intervening are so very much less clear. If we would identify
a number of children who had somehow broken through this cycle
at some level during their school careers and analyze their
interactions with teachers we may glean some understanding of

specific components in teacher style which do and do not

appreciably operate in collusion with failure and self
disparagement. Another significant issue in this important
area of research is that of how differences in teacher style
among women teachers are related to different levels of
motivation and achievement. Even though the evidencg on cross-
sex preference in reinforcement agents is fairly clear,

especially at the preschool level, it is unlikely that we can

readily change the existing situation where the majority of

teachers are women. Bringing in male models undoubtedly is

very useful but if a female model is the important person in '

the school situation over a period of time, we must also

consider teaching female teachers the means which they can use

to rescue children from self assault and battery on the ego.

N\
Teacher style has been posited as the way in which the

teacher plays the role of classroom manager. The use of a term

such as style indicates that there are enough common elements

among teachers as they perform to permit us for the moment to

disregard idiosyncratic elements unique to each individual

teacher. What is the relationship between teacher style and

cognitive development? This is a very broad gquestion, of

course, and has been extensively studied. The particular

aspect presented here focuses only upon what may be viewed as

the contribution of pedagogy to cognitive development. In
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a 1065 review of the literature on classroom learning,

paldwin (6) remarked on the startling lack of research studies
on the content of teacher-child interaction; the way teachers
actually present new material, encourage the search for an
underlying principle, answer questions or summarize material.
The well-known work of Hess and Shipman (45) on the quality

of the verbal instructions given by mothers of middle class

and lower class children is of interest in this context.

Among other things, the middle class mothers were more skillful

as ilnstructors.

What are the elements in teacher style which make for
better instruction in each unit of teacher-child interaction
at various junctures in the learning process? Much of the
research on the teaching of arithmetic which was done prior
to .1950 emphasized the specific content of teacher-child
interaction units in respect to more effective ways to intro-
duce mathematical concepts, ways to provide practice, and ways
to use manipulative materials for the greatest impact on
learning. It is instructive to reread some of this literature
because of the care with which these researchers sought to
relate the practices of teachers to the learning of children

by examining elements of the teacher's teaching behavior upon

children's acquisition of content.

Should teacher style differ during situations where ideas
are first being introduced from situations where mastery of
content may be expected? 1Is more or less verbal output on the
teacher's part called for in varying situations? What should
the rhythm of instruction be in the use of manipulative and

schematic materials? Are systematic procedures on the part of

the teacher more important than warm accepting bkehavior at
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certain junctures of the learning process? Surely the char-
acteristic response of the teachers to questions such as these
as they actually perform in the classroom are important both
to identifiable differences in teacher style and to impact on
cognitive development. An intriguing question in this regard

is how potent the teacher's teaching behavior is as a model for

children in their cognitive development. The studies of
Bandura (7) and others demonstrate the ease with which young
chlldren imitate entire repertoires of behavior under varying
conditions. Teachers are fond of recounting how children who
play school imitate even the subtlest gestures of the teacher
with finesse and aplomb. Can it be that children also in-
directly learn from their teachers characteristic ways of de-
fining the dimensions of a problem, of asking questions or of
relatlng one fact to another? The degree of skill with which
teachers themselves deal with subject matter and the clarity
with which they 